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DIFFz=EXTILL ZDUCATION FLR I=E GIFTED: TEIC2ETICAL PRINCIPLES

by
Virgil S. Werd

EDQ031855

E - Tnec wisissy of efforzs in inerficen efucation To concepruaziize from 2
i mountainiss kmsuledse zbout przsons 2nd how they caizer firom e2ch orher in )
: - sorential has been marked by extrene comtrests. Inefe Dieve Doén DOTL TImsTkiily

-2
farzite Dir20as L ~Imzevm and soTios, 204 periods of active deafal 203 Teseat-
mest. Denizl fas a2t times glveu S35 22 2FFALIERLE LU LUT CRyoOiThit Eluuuis wi

D21ion2l Inrerest rather than on gromnds of the democratic commitment o !
perscas. ,
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. Throzghout this history, o sexse of mission has emerged 2nd dbecome

estzblished o eaczpsulate the lofry imsighrs 2nd passions of Lere Ecilingworth

of the early 1920°s. Peaks in the quaatity of research 20d prbdlication hzve

2dded 1ittie o the science dJeveloped by Lewis Terman, again in the 1920's. {

Despite the scbsrantial stpport of privare forndations 2nd 2 growing federal

inrerest in narional projects 2nd Ioczl school programs with the adbler student

in focus, we concentrate on 2cceleration in various guises, 2a3d Rrouping and

enrichnent—concepts 22d practices which once 2gaia take vs back To the produe—

! tive early history of this specific efforr, 2nd remind vs 211 cver a2g2in of ,
pioneer programs in Clevelznd znd Pitrsburgh 2nd ¥ew York City. TFurther, those !
cozcerned with gifredness have sat essentially passive 2nd undisturded in the
g-ovndswell of great ideatiorzl forces 1fike existential philosophy, phencmeno-
lozical orvchaloasy and the dawalo——riisl 3 ies Or rizgel zZnd Brunper.

Nt i, P o e =

I I The present erz falls heir to this scattered 2nd inconciusive heritage, ‘
3 | 2nd bears the earmarks of continvation of lost opporrunity. The gifted child f,
] today excites coacern in thousaends of indfvidval pareats znd teachers, put few
5 effective cozlitions of these interests bas emerged. Separzze 2nd rival pro-
' fessional organizations hzve deveicped, bur only sporadic gestures bzve beea
; made toward unification amopg nationc-l 2nd state groups for the common mission
{ of tzking 2n effective role in shaping the policfes z2nd practices of the
' American school. Differential education for bright and tzleared youth today
is existent virtuziiy in name only, if programs znd practices exbody any con-
- ’ ceptual rigor at 231. Iz is undersoid in conception by maeior projects,
zbsorbed by exciting zdvances in gereral educaticn, overshzcdowed by populzr con-
cerns with creativity a2nd cultural disadvantzge, and dwarfed in marerial
support by other types of exceptionality among persorns. &s Dickens wrote in
' A Tale of Two Cities, ™...it is the worst of times; it is the age of foolish-
ness; it is the epoch of incredulity; it is the season of Darkness...” .

-
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f The Function of Science znd Theory in Educational 2ractice J
{

With this kind of hair shirt on his back, the propher of gloom rradi-
' ticnally has his ready prescription for 2 new and better day. Znd in 2 sense,
f hopefully 2 sense appropriately disciplined by reason and rezlity, the present
; serfies of papers do represent what the respective authors -feel is one essential
: 2nd promising avenue toward improvewent of the dark course anc xnfulfilled
|

history just cited. And in that the effort to form out rf reseaczch,
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observarion 2n refiecrive thought some iztegrated, rariozal or theoreticsl
sthieme that izyolves a cerzaia specificiry of concertion, coleresce in Perpose,
22d exzcrzess fa pracrice cozprises 2 yare if =ot Taicoe endezror in thie
field, i1t seers Tezsozzdble that spme good ar lesst T2y exsce. This, then

(s Dr. 3. s. Remrelils indicares 15 ke odjertive of the effort in which we on
this program are esg2ged: to bring togetier 4in 29 iIntegrzred patrern uhat
sziexce 223 exanined experience offer to rhe elucational Practiziozer, 2nd o

3at “theory™ k2s for zoo long 2202 2 wiscoderstood concent, 2 thoazr 3o
ibe pracritioner to vhem 22 325 iqemtocr T2lITIsic eul promase. Expirical
ctizace is s&neraily conceded zo be the ultirate taskraster 4a chapins 21z
character of action sha- 2ezds tovard mp-to se. - cuu 2S5pararions, Bosi st
Siduiicy 228 1ncreasing Scphistication of educaricnai resezrch are distinguish-
izg characzeristics of this PeTiol of imerican educaion. Sut resezrch ic
necessarily confined rp specifiz Lirs 213 pleces of 2 whele problem. 4As such 4t
is fnerr 20d srerile worii it Is picked ©p 2nd fizted into 2 purposeful scheme
direcred tovard a Tecognizabie problem or cdjective in huran affairs. it is
this picking vp 2ad PULting togsther cf tesred observations and research £4nd-
ings which is the function of the efucational theorisr. It is those theories
¥hich coxprise 2 consistenr 20d harmonious partern 2oong isolared birs of
insight 2=d informarsien vhich provide a basis for further expirfcai Tesezrch.

It c2n be seen, thus, that sclentific research begizs 1a theory; 2nd it properiy
ends iIn theory as well, in thar weil designed {nguiries contridute roward
£3334ng in the pattern which, vhile whole enough 2t some poiat 4n tize to
Support inguiry, rerairs 2lvzys in need of further refinemnt 2nd modificztion,

Theory is nstcessary to practice xken pPractice is s~ffectively geared rn
thke achievenment rf specific purposes. Theory 4n its reievanc= zo, Practice is
souwething, 2nd it does something. It is by m==i:e 21 %dentification of
s2ifent eismancs =3 Frvwesses Within 2 given realn of interesz, and 1t is an
organizati-n of these elements 4into 2 functicnal Pattern which exbodies, mani-
fests, cr splains the task or phenomenon 2s a whole. The function of tteory
is to x2ke possible 2 ounber of cuice significaatr znd desirsble effects in the
2renz of pracriczl acrion. Ttsr ideational blueprint, ifke thar on the a2rchi-
tect’s drawing boerd, disciplises whar is doze in a2crual Practice; it specifies
the nature ang purpose of various parts by revealing their Place within the
orgaaized whole, z2nd this identification encourzges exactitude in 2ctioa znd

in cirar perspective. Ang £32233y for the present, this clear 2nd manifest
relatioaship berween Part 2nd whole provides 2 basis for systeratic prediction
of the ef’ects of 2ay segment of the phencmenon 4n focus, for Pinpointing
difficulcies and for evaluating given elements or processes essential to the
task fn its ideal dimensions.

The Proposed Theory of Differential Education for the Gifted- Toward
Systexatic Program Deveiopment and Evaluation

This program itself, with 211 4cs concern zbout theory 2nd systen, is
practical in narure; it is fiecessary to proceed to the specific practical

directed to the behavioral potentialiries of the able learner 2nd talented
performer. So these are the questions a2t this point: "Khat is this particular
theory?” “Khar does this particular zheory do?” These questions will be
answered in close conforzity to the indications above conceraing the respecrive
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relazionskips 2=d mereal comrriboticsms of theorr to science, of sciezce To
theory, zo3 of theory to practice in humes 2ffalrs fn gezeral.

Firsz, the proposed tieory of differestial elucation for the gifred $2e=-
tiffes caliest fearuvres of rue prodlen, these beizg prirariiy: {2) the
characterisrics or porextialiries four experiecce z2ad perforrazce which reliadly
Alstizgcica the positive Seviazr, and (D) the salient fearsres of tie parricu-
larized developomesntal experisnce (curricular design, supported by a2pproprizte
program organization 20d operation) which these distinguishi=g pote=tialiries
m2ke possidle z=d which evok> 2nd skape them progressively toward optimal
strength 223 2pproved uses. In the Text of the monograph, ezch of these maia
dimensions in a two dimensioaanl wmatriz mre oopisiled fu toe 2ixii 0i tesled
stozromzises o=2 sosroreh, a8 the reietiomcmine setwoss odizce-r oy Emzos
secti.g elements 2ad ;rocess.s 2re tzken izto account by -:.-ay of ée;»icti..g o2

> ®m®

The whole the orocess of Luuin devetaament finrasoh aoma-fooze -

> - scemme kLo of moomenfe
s g —- g -

<o

A scmmary “Table of tae Theoreticzl Rationale™ will suffice as 2 refer-
eace. Tae ensuicg papers will, whaterer else tieir respective authors bave
chosen to do, refer in the rispective coantexrts of curriculum 2nd research 22d
program evaiuation to specific junctures in this matrix to illustrate the
2pplicarions of the theory ia segment a2fter segmeat of 2 program of differe-tial
eduzation. In view of those particular indications that are to follou, the
presext reference to the chart will be in the nature of an overview, 2 peri-
Pheral tour that prepares for bur will nor preerpt whar follows.

The title of Colum 1 of the rzble is "Erperiential and Behavioral
Potearialiry.”™ 1In this portion of the system, 2 structure is provided within
which a1l principal forms of gifredness can be accormodated 2rnd this in 2 manmer
leading inro furtnec IzTulivements by way of educative process. In the three
. cells in this columm (b 2nd ¢ being tnhe sa=c) rbree generic potentialiries of
! the person zre taken into a2ccount: (2) his possible, but nui Sarrain superiori-
: ty in some degree in dynzmic Or terperamestal traits; (5) and (c) his gezerai
3 intellectval superiority; 2rd (d) his particular cognitive peaks or talents—
experientia2l or behaviorai. These elements in the theory in each instance,

! it is purported, respect anc involve research evidence, this being perhaps most
readily perceived in the geseralizartion that specific tzlentr is ordinarily

{ durtressed by zbove average general intelligence. XNo a2ttempt is made to .
specify in the theory how many or what kinds of specific aptitudes that are

: presently identifiabi: znd mmenable to school experience, but there is 2 locus

' for each and every talent sv identified. The bottom cell in this columm, as

in the others across the ra2hle, is svmzery in npature, exbodying in compacted

Phraseology 211 that is a21ilowed for in the celis 2bove.

,M.\,ﬁ. .
'

IR A

e e LV —

o ————

: Column 2 is virtuvally self explanatory, what we term “developmental

) objectives” being principaily an indigenous transposition of vhat is indicated
in the initial cell as potential into 2 phrasing suggesting what prrpose in each
instance resides in the educative processes geared to the particular trait
pattern z2nd leading to the product identified in column 5 . Cells 2 b
2nd 2 ¢ , both dependent vpon general intellectual superiority, do require
brief explanation, a2nd zay indeed be somevhat controversial. 1In the first of
these, “conceptual developnent,” the stage is ser for the acquisition of

” informarion of a2ny and all sorts; 2nd in the second, "intellectual development,
the intended neaning involves expericuce which by its nature tends to affect
cognitive structure, or hriclogical tissue, insofar as such basic effects are

in fact possible.

Colums 3 and 4 depict, as Louise Ann Schifferli’s paper indicates in

3
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some detail, the zmature of those cevelopmestal experfences fnre=ced to 2¢érance
e2ch parricular potectiality a=d related objective. Colum 3 <Zepicts, in
lacgrage s0 corpact thas withor the texr The meanizg may be difficvlr ro
follow, the person Ceveloped as profeet ort of the various 1izes of experieszce
2rraczged throvghout childhood and youth, 22d dearizg specifically vpon those
eérperiestial potestizlities vhich be as 2a i=d4vidval canifests.

The bottor row, as izdicated 2 momeat 239, svmzarizes in each respective
colum the aspect of edication izvolved, and the last cell of 211, dorzom of
colum 5, is the residval poiat upon which 21l zhe cluczrive forces coaverge.
Again in overly compacted PUT3R,e, oIT cen sense 23 idealized enbodiment of
coaventiozal ecucatiozal goals, transformed toward the distinguisaing swnariar
potentialinies of the zifred pereon.

- With this expianation in hand af -es 13 proposed theory is comprised

t of, what the theory coes mist be Cepicted more kriefly. iz will Lelp 3z 3
H poiat ro thirk in terms of phases or Prodlexs ia 2 school program, rather thas
1, of curricular experience. By and large, it is purported thar this theoretical

ratiozale 2llows us to locate every sizgaificant prase of 2a actual prograr of

differentiaZ education in 2 local school or school system, to identify >y zhis

lccation the nature of the operation or provision and its proper functiom, and

through identification to shzpe the program relating theory to practice, in aiil ,’
the dimensions suggested eariier. <The existence of the explicit gezeral !
system tends to direct the shaping of these respective elements into exact

2ecord which the place in theory indicates, 2nd to set rhe stage for systexatic

prediction 2nd evaluation of the efficacy of any part of process within the

program.

Experienced observers of fractioning programs know tikar these vsually
incivde, or shouid incivde, a statewment of Philosophy 2nd objectives, a piaa
for stvdent identification and placexeat, a considerable z2mount of attention

. N to selection and zraining of the teacher, and some buiiltr ig _q.'ie'.ric‘e for evalua-
‘, tion. 3Both the chapters in TS section oi PAPELS, cuu Tt " wiy foomuzas =

W
!

in the evaluarion system to which Renzulli’s original research was addressed

inciude treatments of all aspects of Program. And in the discussions, perva-
! sive and systematic reference to the theory will in fact fulfill the promise
of those virtves indicated earlier here to reside in a practical enterprise
guided at every step by theoretical rationale.

Concluding Perspective: Time for Transformation

: To round out this introductory overview, let us be reminded briefly of
the opening note of pessimism, of 2 problem area of potentially grear signifi-
cance stretching across a history of a half century in which behavioral sciences
have marched toward maturity and 2 haif dozen ideologies and movements and
social climates have ecerged and passed, a probiem pPoorly conceived in terms of

. contemporary thought and badly managed in terms of conterporary practice; in
short 2 problem area without lodging or subsistence in the world of professiorail ¢

€ ‘ education.

There may well be a2 dozen avenues of renewed or innovative endeavors
required to rectify this disconfiting course of history; but the present effort i
t is submitted for what it may be worth in attenpting to tura the course of ¥
events. If Dicken’s eloguent language may be invoked once again, then perhaps :

we may suggest that it is a2 "time for transformation” in this concern—z trans-
i formation from isolated, particular, and 2d hoc conceptions to systezatic,
rational conceptionalization as 2 basis for ordering and operating developrental [

- A ——
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experience relevan: to the task of evokizg a=d directizg buzaa abilicies.

PROGREM TVALTATICN IN T= PIRSPECTIVE CF T=ECAY

by
Joseph S. Renzulll

The iatentfon of the syxposicm o= “Systematic Frogran Construction” v3s
firsr tn present 2 Toeory oi 24iffscacrial educatioa for ihe rifted acnd second,
2o show how selecred phases of program development 2nd evaluvation are related
zc corzalis aspacrs of Che Cheory.

The pzper by Dr. ward reiiecis NIt I-—gersndins ipterest o £333 the
theoretical wacw=um that exists in the area educarion of the gifted. His paper
deals with the m2in dimensions of the educative process 2s it relazed to
persons wirh extraordinary potential for learning 2nd creativity. Dr. ¥ard bas
atrexpted to show the practical usefulness of theory in systexatic program
construction, 2nd the conseguences that usvally result when prograns lack the
guidance thar a theoretical rationale can provide.

In the p2per by Miss Schifferii, selective, jilustrative a2pplicazions of
how the theory ieads to curriculum development for the gifted are presented.
An attewpt bas been made to show how theory forces curricuiar corpretensiveness
and calis attention to such factors 2s balance, focus, and distribution of the
differentizted experience.-

This paper discusses how 2 particuler approach to evalcating special
prograzs is related to the theory of differenrial education for the gifted
(P=G).

f

Certain parts of the material preseanted in these papers are dravn from
two pleces of work currently in progress. A momograph entitled, “pif erential
Education for rhe Gifred: FrugTam Dowslcpment 2pd Fealuation.” preseats both
the cheory and practical guidelines for ixplementing ~sa2rious aspects of
differential practice. The second piece of work is 2 revised edition of an
instrument designed to evaluate progracms for the gifted. The instrument is
entitled "Diagnostic and Evaluative Scales for Differential £ducation for the
Gifred” (DESDEG); and 2 brief “escription of its general nature will be
reported iz this paper.

Iatrroduction

A test of the functional usefulness of any educational theory lies in ;

the applicability of theory to the development of practical programs. ¥ard

has proposed that the usefulness of his theoretical model is especially ma2nifest
in three significant phases of total progranming for the gifted. Applications
of these phases are discussed by Miss Schifferli. This paper will attezpt to
show the relationship between the overall theory and that segment of total
programing which deals with progran evaluation. Yore specifically, an effort
will be made to point out common points of focus and demonstrations of relevance
between the theory of DEG a2s described by Dr. Ward and the evaluative instru-
pent, DESDEG. A description of these scales and the technique used in their
development was presented at last year's CEC meeting in St. Louis and may be

6

o

x‘i \)‘
L]

’
- o

o
e



fornd in the 1957 edition of Selected Convention Papers. Also reported in the
same place are cescriptions and dara from the inirfal f£ieid testizgz of DESDEG
which was carried ovt in the stares of New York, Czlifornia, Xorth C»roliza, 2zd
I113nods. (Tbe gecerally positive resuits of this first attempt at applyizg
the scales To z2ctual programs has provided mmch of the irpetus for coatizued
development of the DESDEG, such development hopefuldly leadicg roward 2 revised
edition thar will be made available for gezeral use sometime in the future.)

Sumrary of the Xature a2nd Developmeat of DESDES

o

AlzTouzh 21 wouicd e neither practical mor desirable to repeat zajor
portions of the work to which reference has been mede, the first task of
~howrizs LI relationsnip berween progran evaluation 223 rhe overall thecry of
differential education for the gifted (DIG) requires some familiarity with 2
mainy comeacs mmlzilylog vut evaatacive Scneme That was described in detail ir
the earlfer work. 7This concepr, referred to as the coacept of "key features"”
tolds that certain program features 2nd characteristics are manifestiy more
consequential than others 2nd that the evalvative process is facilirated when
it focuses on 2 minimal nurber of highly significant progranm characteristics
which have teen designed as key features. 7The key features around which our
evaluative instrument is structured were determined through a systexmatic study
that involved soliciting the opinions of a2 panel of expert judges consisting
of persons who have made outstanding contributions to the field of the gifted.

e

_— e P .

Table 1

U

Diagnostic ard Evaluvative Scales for Differential
Zducation for the Giftred (DESDEG)
(VSW,JSR:=1967)

Xey Feature A: Philosophy and CGbjectives

Program Requirement 1: ZExistence and Adequacy of 2 Document
Frogram sequirement 2: Applicarion of the Document

o M———

Xey Feature B: Student Ideatification and Placement

- — —

Program Requirement 3: Validity of Conception and Adequacy of
Procedures

Progran Requirement &4: Appropriateness of Relationship Between Capacity
and Curriculunm

Key Feature ({: The Curriculum

! Program Requirement 5: Relevarcce of Conception
! Program Requirement 6: Comprehensiveness
Progran Requirement 7: Articulation
Program Requirement 8: Adequacy of Instructional Facilities

Key Feature D: The Teacher

] Program Reqairement 9: Selection
Program Requirement 10: Training

—— b




ey Fearvre £: Progran Orranfzzition 234 Operation

Progrzm 2eguirement 11: Gezeral Sta2ff Crientaricn

Progranm Requirement 12: 2Administrative Respossitility and Leadership
Progran Requiremsnt 13: Functiozal Adeguacy of the Orgaaization
Program Reguirement 14: Finarcial Allocation

Progran Regquirenment 15: Provision for Evaluvation

u,ﬂ-g.. - as
- -
Ed o =
F

These features listed in order of importance as determined by the panel
of judges are as follows: (2) purposeful selection 2-2 systematic Trainizg of
ceacuers, (97 ¢ recognirzdiy airrereatiated curriculuvm, (¢) systematic pro-
cedures for the identification 2nd placement of students, (d) 2 statement of
— philosophy reiiecting a2 coxmitment to differenzizl education and statements
. of particularized odjectives, (e) a clearly recognizable pattern of organization

ane OPrictiuvi. iuid> iasu acy i1ccdiuic Compines such elements as acdministrative
and supervisory responsibility, financial aliocation, general staff orienration
2nd program evalvation.
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Fifteen "program requirements™ related to various aspects of tke five
key features have been structured into rating scales. The program requirements
=2y be thougkt of as generic expositions of certain theoretical principles
or axioms of differentiai education that are found in the literature 2nd which
depict ide2lly conceived education2l practices for gifred and talented students.
Each program requirement serves as 2 focal idea around which a set of-five
“scale standards” hzs been developed. The scale standards represent practices

| or provisions that are derivatives of the respecrive program requirexents and
| they have been arranged according to positioned degress of quality along a
five interval hierarchy. The highest scale standard represents the best prac-
tice of mature and excellient progrars within the area of each program reguire-
ment; and verbal tags, Ide2l, Superior, Commendatl~, Neutral, and Xegative
have been affirxed to each scale standard for descriptive and communicative .
purposes.

The scales are intended for use by evaluators who possess certain com-
petencies and who are not 2 part of the progranm being evaluated. That is to
say, they are not prizarily intended for self assessment although they may be
used in this regard a2nd as guidelines in program development. The scales are

] considered to be diagnostic in thar they call attention to specific areas
vhere improvezment seexs warranted.

- Relationship Between Certain Aspects of the Tneory of DEG and DESDEG ,

With this much orientation to the nature and development of the evalua-
tive instrument, let u5 Dnow turn our attentfion to some specific relationships
that exist between certain aspects of the theory of DEG and certain of the
scales that are included in DESDEG. At this point it should be mentioned that
differences in the origin ard developrent of rhe theory on one hand, and the
instrument on the other hand, make for 2 different kind of problem than that
! of a2 straightforward application of the theory to curriculum development and i
i the research program. The problen here is one of detecting relationships
between theory and evaluative practice after the fact of independent develop-
ment of the two schemes; and thus, in the discussion that follows, it wili be |
apparent that 2 perfect fit between the two schemes does not exist. For this
. Teason, only the most obvious relationships between specific scales and
general aspects of the theory (as indicated by the columm headings) will be i
discussed. ‘
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Zefore goizg on o these relatiozships, oze overall corsection thar
Justifies the applicarion of the theory to the DESIZEC evalrative scheme showid
be poizted out. Lzrd*s theory of LEIL is strctured arcesd certain geserzl ele-
meats of the educative process as They relate to individvals with extraordizary
pote=tial for lezrning 2nd creztivity; 2oé these gemeral elements {potectiz1,
PUIPOSE, process) are Zarmonmions wirh the Decessary 2nd sufficient key fearures
that were identified by the pazel of experr julzges, 2ad around which the evalua-
tive instrument has been Instructed. This faer comprises oze form of zest for
both the validiry of the theery 2ad the v2iidity of buildizg 2n evaivarzive
instrumest arornd selected features of Programs for the gifted.

Relationshins Terween Theory 2nd Instrumest

The first relationship berween the theoIy 2nd the izstrumest (Toble 1
of Dr. ¥ard"s paper) deals with the experieatial z2nd behavioral petential of
gifred individvals. The theory is wnguestiorably clear in its £acus upoL
extreme heman potentialities, and it is equ2ily cilear that rhe kinds of
curricular experiences called for to purture such potential a2re of zke zype
that only can be managed by ipdividuals with ideatifiabiy suzperfor capacities
for performance. Zaroliing youngsters without speh poteatial .n a special pro-
gran czn oaly result in a waztered dowa curriculvm or 2 bighly frustrating
experiexce for the improperly placed srudents.

120 sets of scales in the evalvative instrement are cozcerzed with
prcper idenrificerion and placement. These scales 2trempt to evzluate a
given school system’s conceprion of gifredaess and the relationship between
this conception and the fnstriments zad tecimigues used to select students for
the special program. For example, if 2 school claims to be doing something
special for youngsters with ouistanding creative potential, then thart school
should be able to demonstrate w2lf3 and reifzble means for identifying su=h
porential. In orher words, it seens highly unlikely that recognizably differ-
eatial experiences designed to foster crezcivity will fall on very fertile
s0il if we con"t know who our most potextially creative youngsters are.

The scales that are derivatives of the key feature dealing with iden-
tification and placement also consider the freguency with which screening aad
Placement procedures are carried out, the pimber of criteria used 4n identifi-
cation, the flexSbility for transfer into 2nd our of the program, and the
2ppropriateness of the relationship berween specific aptiruvdes apnd the currice-
lun. Thus it can be seen that both the theory and the evalvative instrument
converge on this key feature isolated 2y the panel of judges, and that segwent
of the theory dealing with potentizal calls attenti»o to student identification
and placement when program evaluation is in progress.

let us now tura our attention to the second colurn of the DEC tzble in
Dr. Ward's paper which depicts the main developmental objectives of the theory
of DG with respect to each of the potentialities listed in colum 1. Tie
evaluative instrument attempts to tzke account of this aspect of tke theory
through two sets of scales under the Key Feature, Philosophy and Objectives.
The ratings that local school prograxs earn in this area depend upon how well
existing documents or statements of objectives specify purposes of differential
education as related to the conceptions of giftedness which the local school
recognizes. In an ideal sirvation based on relatively coxzplete adherence to
the theory, 211 areas of potentiality would be acknowledged, a2nd such acknow-
ledgezent of the respective potentialities should be reflected through counter-
parts ia the developmental objectives column. Thus, 2s the theory forces cen—
sideration of 211 significant potentialities, the scales attempt ro rake
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aceorzt of The coxprehemsiveness of 2 program <o far 2s the scope of odjectives
is concerzed.

Ia 22dition to evalrating the comprehensivensss of stazemests in the
zature of philosophy 2nd objectives, the scales are designed To c2ll the
evaluztor's attection to the distizctioa between the broad 2ad specific object-
ives of the special program, acnd to distinctiors thar may exist betueen the
goals of geseral efucatfon 2ad those objectives that bave parricular relevance
to furtherizg rhe developmest of yormgsters with ifentifiably scperior potestial.

A very important isterrelationship between the theory 22d the evalzative
instrument is found §n the area of curricnlar cesign (columms 3 233 4). Tae
pazel of judges that assisted in isolatizg the key features consilered tie
curricuivm to be the second most necessary aspect of differeztial education,
surpassed in importance only by considerations relating to the selection 224
training of tecchers for the gifted. The theory with which we are conceraed
is educationally relevact beczuse it mainly deals with what c2n be 2ccomplished,
throrgh systematic curricular experiences, to convert potential ro product.
Thus, it would not be in2ppropriate o refer to Kard's theory of II6 2s 2
curricular theory.

Four of the evaluztive scales are designed to a2ssess the qualiry of
experience which comprises both the cortent a2nd procews of the differentriated
curriculun. The first set of scales in this area deals with the relevance of
couception of the curriculrm. A number of guidslines are provided to assist
the evalusror in dererminirg whetber or not the curricular experiexces are
designed in essence to evoke 224 develop recogaizably superfor bebavioral
potestialities. 2n additional concera of this scale is whether or not tke
activities offered to gifted youmgsters are conceived 2s 2 fully dintegrated
part of the toral sckuol program, including academic credit, 2s opposed to a
Progrzm of extra activitfies that must be carried out o2 the stedeat’s own time.

The second and third scales uvnder curricuium are coancerned with compre—
hensiveness and articulation. According to the theory, curricular modification
should be provided for 211 gifted youngsters at every grade level 2nd in 211
areas vhere giftedpess is edueationaily significant.

With 2 certain zm.1nt of guidance provided by the sczle dealing with
corprebensiveness, it bec.mes the task of the evalvator to check the degree
of presence or absence of Cevelopmental experieace in the respective cells
of colums 3 2pnd 4. By surveying course outlizes, syilabi, and other descrip-
tive materials, by wisiting 2 representative sample of classes, and by talking
with students 2nd teachers the evaluator may determine if, for example, the
experiences for bright youngsters characteristicaily Savolve complex mental
processes (3 c); or if the curriculum inciudes purposefully planred experiences
in personal walues, character, and emotional integrity (3 2, % 2). The scale
dealing with articulation seeks to determize whether or not function and struc—
zural relationships exist awong che subjects and experiences of the speciaily
censtructed curriculum. This scale might focus on cell 3 b, 2nd the evaluator
may study the total curricular design of 2 given program to determine if the
bright youngster is systematically introduced to “ail knowledge"” at some poiot
in his school career.

Scale 4 in the arez of curriculum deals with the adequacy of instruc-
rion2l faciliries and materials. The relationship between this scale and the
theory is quite simpie. The development of certain extraordinary abilities
sometimes demands facilities and equipment not ordinarily found in the regular
school. Thus, tomorrow's computer scientist has to have access to zmachines
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trer In most ca2ses zre reserved for Th.D's or gralmete stulecrs, 223 the
Claresce Darrow's =23 T. Lee 2ailer's of the nert geaeration ey meed 2 law :
300k Or two that Zoesa't come ia the regular Sctorr-Toresmea orler.

In conclusion, certain discrepacncies that exist berween the theory zad
the Snstrumert Deed to e moted. Tirst, the evaluative scheme Coes mot Take
2ccomnt of the profucts or outcomes of the differextizted efucatrire process.
2y design, our izstrumest s iztenfed o evaluate programs rather thaa products.
A rather lesgthy Jdiscussion of the ratiosale woleriyizg our choice of presage
rather vhen profuct warizdles is iscluled in the manu2l of the Enstroment.
Zriefly, it is our belief thar 2t the presest Time delzvioral science sinmpiy as
oot profuced 2 comprehensiye ser of walfd and relizdle mezss for measuring the
%inds of products toward which the theory of LIG is directed (“the optimailly
2eveloped, costizpally decomizg persen..-")-

Otter discrepancies exist Berveen the theory and those DESLEG scales
relatSag to the selection 20d training of teachers, 20d To the organization 2ad
operation of the progrzm. Ibese may be gesuine discrepzacies, i.e., the theory
simply éoes oot tzke accomst of these features of 2 program, or it is Smpidcir
thar these rather instrumenral 2spects of differestiail progrzms are 2ssumeed
: to De preseat vhen extraordizary efforts are éevoted 2o the éevelopment of
special content and imstructfon. In orher words, if 2 1oc2l school System
follows the theory in éeveloping its special progrzm, it is guite 1i%ely zhat
attention will be given to such features as tazcher selection 2nd Ttrainisg,
2¢ministrative leadership, 204 geceral sraff oriestation.

As was Sndicated, we 2re mow working coocurrently on two SepaTate but
interrelated pSeces of work. Oze is the nonograph dealing with the theory of
differential elucation for the zifted 2nd the manifestations of theory in
program development 2ad evaluation. The second piece of work is 2 revision
of the DESDEG scales z=d me2xmuzl. 2Part of our intexntion in these contizved
efforts is to elimimare, or ar lezst minimize, tha discrepanciss that preseatly
exist between the theory z2od the evaiuative Instrument.

SYSTEVATIC APPLICATIONS OF TEZORY IN CURRICULAR LEIVEZLCFMENT

| by
1ounise Ann Schifferii

Introduction

The curricvlum resulring from 2 systematic 2pplicatfion of the theory of
differential educarion for gifted children is derived from columas 3 and 4 on
the "Table of the Theoretical Rationesle (in Virgil S. Ward's paper, Differential
Fducation for the Gifted: Theoretical Principles).” Column 3 is concerzed with
| the substance of the crrriculum: knowledge of and 2bout arts and scieaces,

values, zad bebavioral skills. 2rocess (chat is, learning 2nd instruction)

corprises colum 4. Curricular content is dictazed by the experiential or

behavioral potentiality possessed by the gifted individual and the developmental
i objectives which follow therefrom.

o ————

Noncognitive Areas of the Personziity

Looking 2t the first column of che tabdle, it can be seen under 2 that
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the {515t cheracrerfsric of 8ifzed chilZren £ terms of experientrial -2
Setavicral POTECTAZIiTY comcerms the Soczzopzitite arezs of perso=slizy. Tke
€ewtiozzl 238 morivarfonsl 2rrridotes of the devia-r ch5ld Z2Y or 2y Zot be
sigaificeztly differesr from those of the average zersom. Eouerer, to statever
€XTEIT extrenes In remperamesr or sexsitivity occur, the curriculum should make
Provision for tiis Seviazes.

Tbe coztexr of the crrriculum correspoadizg to this noncogaitive area
would be valusble f=formarfon. Preblews of conformity, Prrpose in Jife, or
siruerional erhics seem o Rave special jzrerest for the gifred studext, sizce
his heighrened sexsitivity in combization with superior izrellectial percep-

values. Thus, for example, the zifzed child c2a twre clezrly woferstaod zhe
icea of Zomhoeffer znd orhers rrar "tellizg zhe truri™ meazs somethizgp Jifferect
2ccording to the parricmlar situarion in which che Person is funerfonisy =ad
the people with whom ke is commaicaring.

In terns of Process, tihe curriculum wopld »a composed of cognitive 2a3
situarional experfesce 2zd guideace Snvolvizg morive 203 emorica. fFor those
eadowed with scperior Porextialiry, sspecially those ar the very ighest levels
of the Szrelligence coctinuez, relarionships wirh orber People c2a e very
difficulr. Soch Sndivifuals do zoT re2lize thar most people are very differenr
from cherselves. They bave lirtle tolerznce for rhose %bo &o zmor comprahend or
in facz 2re Dot even inreresred 4= thoughts 2ad fdeass which 2ppe2r dorh very
evidear 20d very significant ro the gifred individual. Zlthorgh soci2l jusrice,
or the ideas of zhe Individual’s Tight to personal achievemesr and well beizg,
2s opposed o his ¢bligarion to the welfare of his feliow mea, may de of gr2ve
concera To the pifred, many Peopie of iesser inrelligence a2re zor izterested
in this zype of Problem, nor do they even cosceive it 25 2 problex. Oze of rie
go2is of the corricvium, which could be 2ccompiished in 2 seminmar discussion,
would be To have the gifred srulesrs Teécogaire the uvmuseal mature of rheix
izrerests and coferszand some of rhe Té2sons for the feelings and viexpoizrs of
otrders.

Superior Inrellecrive Porearialiry—~Concenrual Deveiopmen:r

The second characteristic in column 1 is svpersor inreilecrive poren—
ti2iity, moderate to extreme. Kith zhe developmental objective of coaceprual
developmenr, thke curriculim for the gifted wouid enconpass 211 knoyledge from
2n epistemologic2l poinr of view, rather than rhe traditiopa? stbstaarive
m2terial usvally raughr to childrss throughout our formal edicarion sSysrem.
Epistemoiogy, or “kaowledge abour koouvledge™ refers to the n:rure of 2 particu-
lar £521d and the methodology employed in irs study. 2y the n2ture of 2
disciplize is meanr irs history, representative ideas, illusiracive problexs,
1imits of each field, 2nd relations between fields. For ex rple, in regard to
the natural sciences, 211 the 2reas within the field would i<« identified,
rather than reaching 2s separate entities “Rocks 2nd Mizerals,™ "The Frman
20dy,™ or "The Solar System.” Earth scieaces, physical sciecces, ard biological
sciences would be differenriated a2nd the particular srudies rhat comprise them
would be identified. furthermore, students would consider such questions as,
“Khat is the vocabulary of science?” ™Khat is rhe nature of science?" "Khat is
the scientific merhod?” and *Kho are rhe important men of scisnce today?™

In the study of lznguage, rather than just a2dding 2 foreign language
to the curriculum of the gifred, the more generic studies of linguistics or
philology, wkich are fundamentai ro 211 languages, would be considered. For
exampie, the students might study such areas of linguistics a3 erymology, which
involves tracing words to their earliest 2scertainzdle base in the language
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203 esrablishizg the grovp To alich the words delozy, or sermzctics, which
Inzinles the stuly of the evolcrion of the mecnizgs of words 2ad rersons for
their ssrvival, ceczy, diszppearaace, 2nd occasicnmal rewirzl, 2s well as the
czuses of the creztisn of zew words. Other drzoches of 1izgoistics tar the
stodects might iovestigate are s'mtax, phozelics, 223 phozoiogy, 25 well 2s
morphology, i.e., parts of speech 223 the forms 20d formatiozs of wurds—
scbjects vhich, of course, are now uscally tacght to most children In 2
dissociated fashion.

The gifred cdiid, afrer 1earnizg 2dout the generzl reaims of 231 koowledge
2nd 2 1irrile 250utr the methods of studr used in ea2ch, would then e prepared to
erbark vpon ;ore particularized learaizpg at 2oy time Surizg his 1ife spaa.
Izdependent stody wounld e possidle in accordanmce with persozal j=terest or
zeed. TFormal izmstruction o socizl i=teraction could be scugbt if consifered
necess2ry or <esirable for the particuiar schiect area.

Superfor I-tellective Potexmtiaiiry—Icteliectual Development

2gain referrirg to the charts, ic designates the s2me characterisric of
superior iatellective potentiality, moferate To extreme, but in this case the
developmenrad objective is Iztellecrual development. 7The curricuiem shouid con-
sist of 2ay koowledge cor 2ctivity imvolving those complex menral Processes which
2re sudject o structural modificarion through experience, processes suggested
by concepts such 2s strategies for lezrning, érvetero learsing, 2zd edrricel
commitment. Tbhus the study of 2ny subject material should imvolve tae higher
mental processes rather chas being composed of simple favtval srzrements. For
exampie , in 2ay type of research work, the student should asttempr Ty distinguish
f2cts from theory or ucproven idezs. Variartfons in the inforrarion located
should e noted 2nd reasons for these sources. 32ooks could be read .zpd inter—
Freted 2long with 2n evaivation of a2uthorirative sources. 2ooks could be read
2nd interpreted on different lewels of meaning; they cowld be evalvared 2ccordicng
to criceria estzblished by the students 2s deing significant. Curreat political
sitvations could de used for srudy in predicting the effects of warious a2ctions
or developnments on existing sitvations. Curricular process would invoive such
methods 2s seminars, debates, etc., and the writing of theoreticai essays.
Any type of procedure which encourages the utilizartion of the more complex
ment21 processes would be a2ppropriate.

Superior Loca2iized Bekavioral Potentialiry

Finglly, in the chart under i1d in the first cclum, extreme superiority
in localized experfential 2nd bekavioral poteatiality is indiczted 25 deing
cheracteristic of gifted chiidren. Several identifiable aptitudes cduld be
isolated: mathematics, music, dramz, dance, painting, foreign languges, and
others. 7Taking for example the 2ptitude for music, curricular conteat would be
comprised of subject marrer specifically gezred to the talent.

Rather than merely providing piano lessons 2s is often done with children
possessing musical tzlent or even with the average child, 2 systematic a2pprdach
would be tzken o the study of tne whole field of music. Techniczl imowledge
would be considered in its full subtiety and complexity. Yusic history, tne
great composers a2nd their works, theory, harmony, and music coxposit:ioan should
be studied. Students should have the opportunity to play many instriuments,
though they may choose to devote most of their time to only one or two.

Yusic students shorld also try their own music composition.

In terms of learning a2nd instruction, study should be susrained over
the entire period of schooling. Independent study would probably corprise a
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z3jor portion of the work, with wtilizarfon of otk school 2ad commaicy
Tesocrces, especially fn 3 metropolitzn area. Aay poszsidle 2ccess ro comcerts,
©Operas, Or orther musical performances could be vsed: 1ire performazces, tele-
vision, r2dio, or record 1tbraries. Some larger communities offer aZulr evenizg
clzsses cozceraizg such sthjects as barogue imstruments; these migtt 2150 be
2vailable to 2n isterested music2ily zalented child or afolescest. 2ppropriste
2ctivities would iInclude singizng in srail groups, or playizg in da2zds aad
orchestras.

Cozeiusion

CozsiZering the above poists to iliustrate positively hox the theory
cozntridutes to a2 disciplized comcentration on sthstarce of experience in ¢iose
barmony with (2) porestiai and (b) objective, it c2a e seen thar xz2ny of the
Practices of school systems labeled as special education for the gifted are
recognizably inadeguare. Practices such as 2ssigaing a2dditional arithmetic
Problems wirh iarger mumbars, or demanding thar more difficulr dooks de Tezd;
2ccelerating or grouping without curriculim change; cr enrolling stufents in
22ditiona2l schjects, college courses, or correspondence courses at ras=dom fasi
%0 conforn to specific zells (i.e. Juactures within the pattern of potential
2g2iast process, le2ding to profuct) 2ad therefore o not offer differential
education for the gifred.

If in devising 2 curriculum for gifted children, refereace is rade ot
€very check point within rhe zmatrix ro experiential and dehaviorial potentialiry,
2nd the procedure for developizy those potentiaiities, as kas been done khere,
the theory forces comprebensivesess. It ailows judgenect zo be exercised in
ba2l2zncizng, focusirg, 2ad distributing 211 those efforts essential to 2o ideai
program of differeatf=l education for the gifred.

TERCHER-PUPIL INTERACTION PATTERKS IN CLASSES FOR THE GIFTED:
THE PRODUCTS OF FACILITATING VERSUS INGIBITING TEACHING PRACTICES

by

Fred X. Honigman

It is widely recognized that gifted children have =z unique facility for en-
geging in complex, high conceptual level activities and t3ar they tend to ex~
hibit 2 great dea2l of intellectuai curiosity, iniciative, and independence in the
their everyday behavior. It is also Tecognized that the responsibilicy for a2
systeratfc program for cuitivating the intellectual potentlial of gifred children
Tests with the schools. Passow (1958) discusses the schools® role in the zur—
turance of gifred srudents’ high level performances:

The basic goals for the education of the gifzed child is the seme as that
for 211 children...These objectives differ from those for other children
only in zhe relatively greater emphasis placed on creazive efforz, intellec-
tual initiatzive, crizical thinking...¥hile these szme objectives are
desirable for 211 students, they are essentizl for the gifted if they are
to achieve maximum self-realization.

In tying these goals to teaching practices he asserts, Yethods which

stress independent thinking =nd action, building relationships, and probien
solving...are more productive than some which offer primarily rote learning and
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Tepetitive 2ri11."

This general prescription frr zeachirg practices iIs stoperted by Galiagher
(356%):

The progran of elvcation for 3ifted children shonld inciude training for
2utonory and indepeafent thingizg. A program thar =erely calis for the
dutiful collection of facts, <hich is 211 too prevalent §n ovr elucational
prograres, will nor lead to this gozi.

Throvghout his boox, Gallagher srresses the meed for eliciting original
2nd spontzanecus contributioss from gifted srulents. Ee notes thar discovery
reguires original respoases, that fluency (oze of the components of creativity)
is stimmlated by “brainstorming,™ 2nd rhatr divergent thizking must be present
for any creztive functioning. Further svpport for this point is given by DeBaan
2nd Havinghurst (1957), vho stroagly endorse the tezcher's use of questions that
elicit divergent responses from pifted students.

Ichiditing Instructicnal Przctices

Alzthough gifted children's 2b51ity to produce high conceprual level
outpur is widely recogaized, sevsrail zuthors have shown concern 2bout their
tendency o give mediocre intellectual performances in the preseace of izhibic-
ing influences. ZEoth Goldberg (3958) a2nd Strang (1958) discuss socizl and
institutional factors vhich serve to inhidit gifted students® high level fumc-
tioning. Gailagher (196%) talks specificaily abour the teacher’s having either
2 facilitaring or izhidbiting influence on srudents® productive thinking, and
offers 2 series of tongue in zheck recommendations for inhibiting the produc-
tion of stadents’ high level contributions e.z., ™...Do not 21low discussion
or evaluztive statements on the part of the students.”

Nomy (1967) expresses concern that elementzry tezchers emphasize learning
activitiss and evaiuvarion methods vhich do not reguire students to use higher
level cogritive processes. He cites resezrch that suggests that gifted ele-
mentary stulents fregquently have little opportunity to utilize their intellec~-
teal potential. In a2ddition, Roe (1960) asserts that children's investigative
behavior can be inhibited by restriction, coercion, and threzt.

Actual Classrooa Performznce of the Gifted

In the preceding section, it was meationed that, 2ithough gifted children
a2re perceived as having 2 unique talent for generating high conceptual level
contributions, their actual production of this high level output may be contin-
gent upon whether they a2re exposed to facilitating or inhibiting teaching
practices in the classroom. The relationship between facilitating versus
inhibiting teaching practices and the production of high conceprral level
contributions by gifted children za2n be investigated systematically. Two gques- \
tions have been suggested that a2r2 amenzble to formal investigation: !

1. Under the proper conditions (i.e., facilitaring teaching practices) do gif-
ted children a2ctuzlly produce more and better quality high conceptual level
contributions in the classrocm, 2nd, in gener2l, perform more independently
2nd spontzneously than the general student population?

2. Can these children be turned off by an inhibiting teacker (i.e., be made to
produce relatively low level contributions and demonstrate littrie
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spontaneity 2ad indepenience)?

To the present there 2re relatively 1ittle chiective dara adour gifted
students® production of high lersl contriburions in the classroom ia corp2Ti-
son with thar produced by the general student population. Instromextation which
permits guantification of teacher 2pd pupil pehzvior in the classroom ©n 20

objective b2sis (in comparison to rating scales or other judgmental trpes of

datz collecticn procedures) is a2 fairly recent phenczenon in efucational
research. 7To the 2uthor’s knowledge, there has been only one study which bas
attexpted to quantify the conceptual level of srtudents® ceatributicss ia just
scch 20 objeczive manner, 2nd relate these dat2 to the conceptuzl level of
teachers® gquestions. This study was conducted by Gallagher and Asckner (1963),
using their own objective behavior coding system based on Guiiford’'s structure
of intellect. Gallagher 2nd Aschrer found that there w2s 2 close relationship
between teachers® asking divergent questions 2ad students® prodection of diver-
gent contributions. To the present, however, this study a2ppears to de the

only one of its kind.

Harris (1960) discusses the need for more research on teaching pracrices
for gifted children with vehomence:

I 2m 2ppalled 2t the dearth of data 2ad, in the 2bsence of such data,
2t the wealth of firm opinfon concerning practice. 1In view of these
circumstances I suppose we should not be surprised at the measure of
emotion apparent in our discussions. I a2m 2lso appalled that the datz
we now possess concerning the gifted youngster and the nature of the
educational process are so cheerfully overlooked, or so suvperficially

considered.

The present study represents zn 2ttexmpt to provide data 2bout teaching
practices for the gifted by comparing gifted children"s production of high
level contributions under both facilitating 2nd inhibiting teaching practices
to that produced by the gemeral student population.

Procedure

To exanmine gifted children’s production of high level coantributions in
relazion to those produced by the general student population, objective data
2bout teacher 2nd pupil behaviors were gathered from four enrichment classes
for the gifted from the Elementary and Secondary Education Act (£.S.E.4.)
Titie I programs in Philadeiphia schools and four reguiar classes selected
randonly from other Title I programs in the Philadelphiz schools. All were
intermediate elementary classes. The enrichment classes were part of the
"scadenically Talented—~Potentially Able Student™ (AT-PAS) progranm. The
racial cooposition of the AT-PAS classes was approximately 50 percent Negro
and 50 percent white. The children in this program were offered enrichment
classes in four subject 2reas: science, social science, language 2Its, 2nd
rathematics. Participation in the program and selection of the classes was

voluntary.

The classes selected to represent the general student population were
taken from schools thzt were largely Negro in composition.

The instrument used to gather data 2bout teacher and pupil behaviors in
this study was the Multidimensional Analysis of Classroon Interaction (MACI),
developed by Honigman (1967). MACI is 2 system of categories and related
coding technigues which permits 2 trained observer to record and classify, in
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correct seguesce, every beharior or event thart occurs in the classroom. Lhen
organized, tte resulring Jata reveal the actmzl fregrency with which each cate-
gory of bekavior «25 performed Juring the observation period, the Trpical
length of perfomizance of ezch of r:ese categories, 2ad the freguezcy with which
a secuente of 2ny two caregories cccurred.

The conceptuzl level of stulents” contributions was determired by exam-
ining the relative amounts of MACI categories 1 2nd 2 (studeats’ origizal and
preestzblished coantributions, respactively). MaCZ Category 1 (students”
original contributions) is roughly 2nalzsgous To 2 cordimaticn of Galiagher
2nd Aschmer”s (1963) “divergent thinkisg™ 20d “evaluative thirking™ categories,
whereas Category 2 (students® preestablished contributions) is roughly a2zal-
gous to 2 combination of Gallagher and Aschner's “cogaitive memory™ 2nd “con-
vergeat thirking™ categories.

In 2ddition to investigating the relztive zmounts of these two categories
of student contributions, the typical length of students’ original behaviors
was 21so exenmined. This was felt to be indicative of the depth 2nd complexity
of these contributions. The nunber of spontaneously ceatributed performazces
given by students and the nucber of student to student interactions recorded
during ezch observation were also exzmined. Tuese were considered to be
reflective of stvdents” spontzaneity 2nd independence in the classroom.

Z2ch class 4in the study was observed twice, each time by 2 different
observer. Each observation u2s 2pproximately 45 ~inutes in lemgth. Both ob-
servations for each class were conbined to provide the necessary data.

Data Analysis

Because of the sm2ll sample sizes, no tests of significance were attemp-
ted. Eovever, three groupings of classes were mzde, a2nd desrriptive measures
for ezch computed. The three groupings uere:

1. Gifted group with 2 facilirating teacher (Gifted Facilitating)
2. Gifted group with an inhibiting teacher (Gifted Inhibiting)

3. Regular classroom group (Regular).

There were three classes in the Gifted Facilitating group, one in the
Gifted Inhibiting group and four in the Regular group. The deterrination of
facilitating versus inhibiting classes was predicated on the general zmount of
structure imposed by the teacher on the students, particularly in terms of the
kinds of questions that he asked. A teacher whose questions sought inferences,
conclusions, judgments, and evaluations, wa2s considered facilitating, whereas
a teacher whose questions sought facts and information or other types of "one
correct answer only” responses was considered 2n inhibiting teacher.

Determination of the relative amounts of Category 1 (Original) and Ca-
tegory 2 (Preestablished) student behavior was achieved by computing the
ratio:

Category 1
Category 1 + Category 2

for each class. This ratio represented the proportion of 211 relevant cogni-
tive student contributions that were original (i.e., high conceprnal level).
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The higher this ratfo, the greater the relative zmouat of high level student
coxtributions.

Deterniration of the relative lexgth of studenrs® high level coatrributions
wvas achieved by computing 2 measure known as the Ratfo o Category Freguency.
This measure reprasents the mumber of recordings for prolonged Category 1 con-
tributions relative zo the total mumber of Category 1 contributions given (bozh
long 22d shorr). The higher this ratio, the longer the typical lengtn of
students’ Category 1 contridutions. This is indicazive of the depth 2nd conm-
plexity of srudents® original contributions.

Deternmination of the punber of Spontanecusly performed contributions was
achieved by the formuia:

X
Student Behavior

vhere X represents the nuxber of spontaneous studenz contributionms, and
Student Sshavior represents the totzl nucber of 211 student contributions. The
higher this ratio, the greater the proportion of 211 student behaviors that

were spontanecusiy perforred.

Determination of the nucber of student o student iateractions was
achieved by exzmining the frequency of the sequence 1-X {(i.e., the freguency
with vhichk 2 high level student contribution was follcwed by 2 spontzneously
performed student contribution). The higher this nuxber, The greater the nuxber
of student zo student interactions thatr occurred during the observation period.

Resuits

The classrooms were identified by the group to which they belong:z Gifted
Facilitating, Gifted Inhibiting, 2nd Regular. Table 1 shows the proportion
of relevant cognitive student contributions for each group that were Origipal

{(high level).
Table 1

The Proportion of All Relevant Cognizive Student
Contributions that Were "Original™

Gifted Gifted
Facilitating Inhibiziag Regular
Group 1 Group 2 Group 3 Group 1 Group 1 Group 2 Group 3 Group %
92.4% 53.87% 86.1% 10.07 16.2% 10.7% 11.67 7.0%

Clearly, the results 2re in the expected direction. The mean proportion
of Original contributions (i.e., the proportion of relevant cognitive student
contributions that are high level) was 77.4 percent for the Gifted Facilitating
group, 10.0 percent for the Gifted Inhibiting class, and 10.9 percent for the
Regular classroom group. 7The results for the Gifted Inhibizing class are obvi-
ously such more closely 21lied to those of the Regular group than the Gifted

Facilitating group.

Tzble 2 presents the typical length of performance figures for the
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diffsrent groups for Category 1 type studenr behavior.
Tadle 2
Typical Length of Performance Figura

("Ratio zo Category Freguency™)
for "Criginal™ Student Contributions

Sifted Gifted
F.cilitatiny inhibiting Rezular
Group 1 Group 2 Group 3 Group 1 Group 1 Group 2 Group 3 Group %
-3% .61 .62 .00 .48 .CDh -11 -20

Again, the results a2re in the expected direction, but less dramatically
so than for the previous measure. The mea2n Ratio to Category Frequency for
the Gifted Facilitating group was .52, for the Gifted Inhiditing class, 0.00,
2nd for the Regular class group, 0.20. In this measure, the least favorabie
findings in terzs of the length (i.e., depth and complexity) of students’
original contributions were in the Cifted Inhibiting group; the most favorable
in the Gifted Facilitating group.

Table 3 shows the relative amount of spontaneously performed student
contributions for the three groups.

Tabdie 3

Prcportion of All Student Contributions
That Here Spontaneously Performed

Gifted Gifted
Facilitating Inhibiting Regular
Group 1 Group 2 Group 3 Group 1 Group 1 Group 2 Group 3 ap 4
50.97 32.32% 43.8% 9.07% §.17 6.92% 3.8% 5.92

The mean proportion of 211 student contributions that were spontaneously
performed was 42.3 percent for the Gifted Facilitating group, 9.0 percent for
the Gifted Inhibiting group, and 5.4 percent for the Regular group. As in the
first measure, these findings a2re in the expected direction. Also 2s in the
first measure, the findings for the Gifted Inhibiting class were more closely
2131ied to the Regular group than the Gifted Facilitating group.

Table 4 shows the nuzber of student to student interactions in each group.

Table 4
Freguency of Student to Student Interactions
Gifted Gifted
Facilitating Inhibiting Regular
Group 1 Group 2 Group 3 Group 1 Group 1 Group 2 Group 3 Group 4§
157 15 10 0 0 0 0 0
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The variabiliry in the Gifted Facilitating group {s scbstantfai, racging
from 10 to 157. However, even if the 157 had been sirpiy 1S, ths comparison
between the Gifted Facilitating group and the others would e drzratic, for
there was pot 2 single student to student interaction recordad in aither the
Gifred Inhibiting group or in the Regular group; the conly student to $cudent
interactions produced were in the Cifted Faciiitaring group.

Discussion of the Results

In every measure investigated in this study, the Gifted facilizating
group shoved substantial advantage sver both the Gifted Inhibiting class and
the Regular class group. interestingly, the results for the Gifted Inhibiring
class were more akin to those of the Regular class group than they were to the
Gifted Facilitating class. Cleariy, the two p=in assumptions discussed eariier
have been borne out by the data:

1. Gifted chiildren, in a facilictating classroom setting, produce more and
tetter high conceptual ievel coatributions, and perform more independentiy
a2nd spontaneously than the strudent population at large.

2. Gifted children, in an inhibiting classroun retting, can be made to produce
fever and shallower high level coentributions and to demonstrate less
independence and spontaneity than in a facilitating classroom setting.

The finding of a greater awyunt of high conceptua2l levei performance by
gifted students under facilitazting teaching practices is in harmony with the
G2llagher—Aschner (1963) finding that « reacher vho asks divergent type ques—
tions elicits 2 greater amount of divergent type responses from students. In
addition, there were a2 aumber of parameters of student behavior examined in ‘
this study that have not, heretofore, been investigated systermatically and
otjectively: the length of students’ high level contributions, the nurber of
Spontaneously perforred contributions they gave, and the number of student to
studedt interactions performed during the observation. ¥n ali cases, the
superiority of the Gifted Facilitating group over the Giftes Inhibiting and
Regular class group was quite evident. Perhaps the most drazmatic of the
findings, however, was the total a2bsence of any student o student interactions
in either the Gifted Iahibiting class or the Regular class group. This was
zmore remarkable sinte each class was observed twice, for 45 minutes each tize,
and the data from both observations pooled.

The striking differences among tre groups was quite notable for such a i
s2211 population. However, because of the snall N, these differences were i
not subjected to tests of significance.

Linmitations, Implications and Concilusions

For a wvariety of reasons, it is ioportent for this study to he regarded
as 2 pilot study. To begin with, the lack of rigor in the sampling procedures
precludes generalization of these data to the larger educational setting. 1In
2ddition, the small population did not pernit the data to be treated to rests

f significance. The lack of rigorous criteria for identifying and selecting
inhibiting teachers in advance of *he study calis to question the Aiscreetness
of this classification. Furthermore, no attempt was made to relate presently
quantifiable elements of teaching practices to the output measures of this
study (i.e., the production of high level thinking and independent perform-
ance). 7Were this to be done, it would be possible to derive enpiricaily
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i. The iznfzst vho does lirtie babblizg or who spezks few words shoulk! oe
tzught To Initate the teacher’s vocal scuods. izitate the somis the
iafant proluces spoatzneousiy, making it seem ke 2 Seme which s fim o
Play so thar the infzat wiid 2g2in m2ke the ~ruad. Then, s2¥ 2 new somnd
trying to initiate imitation on the P2rt of the infant.

2. Show the Infzar objects fouad in his exvirooment 2nd encourage hinm to
Tepeat their pames.

3. Show the infanr pictures in 2 book 2nd 2sk hinm to point to variocs items,
e.g-, “khere is the log?™

4. 2Ask hinm To s2y the pome of 2 Pictured objecr, e.g., “Khar s this?™

5. Tell the infant to demoastrate the use of 2 pictared object, e.g., "Khat
do we do with a spoon? Show me.™

6. ihen 2a infaznt is a2ble zo z21k, discourage gestures or grunting by telling
him how o ask for 2n item. Do mor give it to him unless he szys the
word or words. 1If he is able to say “wzh wzh" for water this shonid be
2ccepted, but when is 2ble to say “water™ he should be expected to say it
precisely. Sti1l, vhen he is 2ble o cozbine words, he shorld be told to
say, "I want warer.™

7. Although the infantr shouild be shown what to do through teacher demoastra-
tions, ke should also be expected to follow verbal instructions, suvsh zs,
“Put the toy back in the box."

Adjectives znd 2dverds should be used 2nd the child shonld repezt, e.g., “This
is 2 blue car. The car goes fast.™ CGbjects, paper doll cut ours, znd parts
of the body may be used to tezch prepositions, e.g., "Put the pemny An your
hand, under your feet, between rhe mother 2nd father doll.”™ Magy teaching
devices c2n be used to teach aatonyms, e.g., “warm cold” milk, “opened closed”
box, "iong short™ pretzel sticks.

The brezking down of 'giant word units” as suggested by Bereiter and
Ezngelmarn (3966) shouild be encouraged. The child who says, “Thz ha" shorld be
eacouraged to say "That hat,™ or “That is a hat"™ depending upon his level of

speech development.

Internzl dialogue should be encouraged. Mznipulative activities which
Tequire time to observe a problem and to plan for 2 solution should be
verbalized for the child. Encourage the child to repezt this dizlogue, then
to whisper it, and then to sz2y it silent while working. For example, in
working 2 puzzle, tell the child, "We start zt the head; turn the piece 2round
until it will fic.” As he repezts the manfpulaticn, he should be told to
vhisper the pattern 2nd then to say it to himself.

Rationaie for Conceptual Training

Research has emphasized the relationship between language 2nd conceptual
development. Concept formation 2pparently does not zwait the learning of
names or labels, and languzge development serves to facilitate 2 process
2irezdy begun on the nonsynbolic level. Yet the power of language in zdvasc-
ing conceptualization cannot be minimized. Providing 2 name or nonsense
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gromnded, behavioral prescriptions for facilitatisg type teaching of the gifred.

Nevertheless, it is felr thar tde datz from this stuly (especizlly the
STToNg conirast harypen the findinse far she CEfsed Tacflfsssios oxd £3fend
Izhibiting teachers with the same general stulent population) justify consider—
2t10n of 2 more zmbitious 2nd more highly structured investigation along the
s2me 1ines. This more structured investigztion should, moreover, culminate
ia the lexivation of 2n objective, behzvioral profile of facilitating teachizng

practices for cthe gifted.
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defined; howvever, Tesearch suggests that the e2rijer intervention begins, the
greater are the gains which occur (2ioom, 195%; Xirk, 196%). The question of
whether or aot preschool experience can belp zo eliminare developmental
deficits is po longer sericusly debated: zhe controversy now focuses on the
defenders of the traditional or child centered pursery school Program znd the

t2ged preschool children (ﬂeikar:, 1967: Xarnes, Kolleshedn, Stoneburner, znd
Eodgins, 1963).

Interest 4n the educarion of Snfzmrs is increasing ar a phenomenal rate.
Research and service organizations are etiexpting to educate infants 4n their
bomes, in commmity ceaters, and in day care centers, and trying to tezch
groups of mothers to educate their cwn infants. ¥uch has been written descris-
ing the spentaneous inzellectval growth of infants (Geseil, 19%0; Piager,
1963), dur iirtie can be found concernisg either efforrs or theories relative
Zo ceasciocusiy sought 2nd plammed 2cceleration of growth. 1In 2aswer to the
question, "Khat shail we teach?”, this paper Presents 2 rationale (successfully
exployed in severzi Tesearch programs) for the structure of infant education
2ad suggestions for 2ppropriate activities. These suggestions can be used by
Professional teachers, Pa2raprofessionals, and perents. Although the instruc—

2dzpred to 2 home Setting with the mother Playing her naturai role as teacher.
In hat case, teaching sessions couid be of shorter duratfion 2nd Tepeated
during the day.

l1anguage development 2nd Conceptuzi development because culturaily disadvantaged
children have generaily been found to perforn 2r 2 lower ievei then their
2dvantaged peers in these areas. A thirg a2rea, seasory motor training, 4is
effective a5 2 training technique. Culturally disadvantaged infants are not
usvally found to pe deficient in motror development; however, since infants
learn through Seasory iaput, teaching should utilize Sensory motor traiming ro
facilitaze the development of concepts ani language. Visual, auvditory, tactual,
kinesthetic, olfacrory, and gustatory modalities should pe stressed inderen-
dently and in combinations in various activities. The infants shouid be
éncouraged to give both verbal and motor Tesponses. An appropriate 2ge for the
initiation of this type of intervention is between ten and twelve months;
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Ratiozaile for laograge Training
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Bereiter 2od Ingéimenn (i556) pusiuisie izl iBe Jisadvanisp
master 2 language that is 2degunate to meet his socfal 2od mazerial deeds, but
that §s not adeguate to transmit information 2nd to carry oa verbzl reasoning.
Dectoch (196%) scggests tiar 2 Memmmlatfye deficizt phencmenca® occurs ia the
area of langrage development detween the first 2ad the fifth grade years 1o
the disaldvantzged child 2nd that such a phenomenon seens to e more pronounced
for Xegro children. Even exrremely youog children, 2ges 18 to 30 momths,
differ in mmber of sovad types produced. Childrea In higher socioeccromic
groups profuced 2 grezter oumber of differing sounds 2nd 24ded nmew socads 2t
a higher rate (Irwin, 19%8 2 2nd b). Spicker, Eodges, 2od YcCandless (1966),
observed lznguage behzvior 2s one of the most serious 2nd pervasive psycho—
elucational disabilities 2mong the preschool and kindergarzen children in
their stody. 7The mz2jority of the children were 2ble to commnicate their seeds
2nd to carry out simple verbzl instrucrions, but many dispiayed gross inabiidzy
to cope with elzborative langrage. Xarnes, Wollersheim, Stoneburazer, 2n3
Zodgins (1968) also Teport commmnication and psycholinguistic problexs in the
disadvantaged preschool children in their stody.

Controlling ore’s 2ctions through one”s own words is 2 necessary step
toward the mastery of dizlectical reasoning (Luria, 1961; Vygotsky, 1962).
Sereiter 2nd Engelmzon (1966) point ont that informztion m2y be 2ccumulated
20d used by controlling verbzl behavior through 2n “internal dizlogue™ which
differs from the socizl uses of language 2nd may be the very core of verbal
intelligence. 7They postuiate thazt culturally disadvaaraged childran 1ack the
most rudimentary forms of coastructive dizlogue and 2re therefore cut down 2t
the basis of zcademic 2pritude, the 2bility ro have internal control of lznguage
to maneuver “he seguentizl steps necessary for problenm soiving.

Suggestions for Lanru2ge Training

Lznguage development should be enconraged in 21l play activities. Yoen
the infanr is given manipulative materials, the teacher should emphasize
2ppropriate words or sounds as weil a2s those which evolve naturally during the
teaching session. For example, 4f plans are made to play with 2 ball, the
teacher shounld plan to use sounds znd words which she koows the infant might
be zble to imitate such 2s, “whee,” "zoom,” “bali,” "roll.” 1In additionm,
when the infant is actuzlly playing, those sounds vhich evolve naturaily such
2s "oh, oh,” should be said by the teacher with the hope that the infanr wiil
imitate. The tutor should imitate the infant's speech in order to set 2
pattern of imitetion 2s fun 2nd play.

in 2ddition ro the encouragement of speech in all activities, the foliow-
ing structured language program is suggested: (2) beginning language, (b) ela-
borative language, (c) the brezking down of “giant word vaits,” 2nd (d) the
encouragement of internal diaiogue. Each chiid’s language program should be
initiated at his own level of development. IT is suggested that the teacher
sample tasks 2t each level with the chiid znd begin training a2t the point
vhere he is unzble to perform. The nonverbzi child, of course, would be
encouraged to imitate bzbbling.

Beginning language may be tzughrt as follous:

23




-

e e,

pepon

Mt

S T o .« &

3
I
il
3

N
£

PR

sylizbie for 2 munber of chjects will imcrease 2 child's tenlency o respond
sirjlariy to e2ch of the cbjects; comrersely, providing different lzbels for
differest objects will increase the tendeacy to respond varfously (Spiker,
1956j. Represenrztion by 2 lznguage symdol comstitutes the final step in
cozcept forrztion. 2udimentzry concept forrmatiom tzkes place a2t the pre-
linguistic level dur fs 1izSred to relarively concrete situaxtions. The process
of generalizarion is facilitated if 2 concept cza be subsumed mnder 2 verbal
syzbol (Rustbel, 1958). Prehm (1965) found that verbal pretraining kad a
sigaificantly positive effect on the conceprual performance of culturaily
disadrantaged chiidren 2nd that the use of verbal lzbels may have made the
visual stimuli which he used more meznizgfaul. e suppests that these childrea
be given increzsed lzzguage experience In the preschool years, especiailly
practice in the use of verbzal cres in the solutirm of prodblems.

¥artin 2nd Svendier (1959) write thet formal educzrion is largely 2
process of teaching concepts. It &s presumed thar the conceprual process
involves poth the differentiztion of impressions which are originaily diffuse
2nd the integration of impressions which are originaily derailed 2nd frag-
mentary. 2Abstraction, discrimination, znd genera21izzrion are urilized at
211 2ge levels. Older children and 2duits arrive 2t concepts borh inductively,
from the particular To the general, 2nd deductively, from the general to the
particular. These apthors state that we know the conceprual 2bilities of
children a2t various age levels but do not have an 2deguate understanding
of the process by which young children 2cquire concepts or of the contribu—
tions of 2dults to facilitate thar process.

The differentiation between language growth 2nd copceprual growth in 2n
individval is only theoretical since they a2re combined in the spontaneous
development of the child. ZHovever, they m2y be considered somewhar independent-
1y in the construction of zn educational program for infants. Five concepts
wnich are considered to be prerequisizes for zcademic leaming 2nd which zre
usu2lly acquired at 2n early age zre suggested: (2) the corcept of body
irage, (b) the concept of spatial relationships, (<) the concept of number,

(d) the concept of time, and (e) the concept of categorical classificatioa.

Suggestions for Conceptual Training

Concept of Body Im2ge. Ea his discussion of perceptual mcror spati=il
integration Xephart (1960) states that spatial relations and spazial directinns
develop first in relation to the child himself; only larer are objective
relations developed Letween objects. He suggests, therefore, that the chiid
must develop 2 concept of body image, 2 clear picture of how he relates to
space. Tae following are suggestions for helping 2n infant develop the con-
cept of body imege. Place 2 mirror in front of the infant. Allow him to
name the parts of the body. Sazy, "Khat is this?” (pointing to hair). 1t he
is noaverbal, say, "Show me your eyes.” Tell him to point to or nzme the
parts of the body on 2 doil 2nd then on himseilf. Place the infant”s hand or
foot on paper or have him 1ie down on 2 large piece of paper; draw an outline

of him with 2 felt tip pen.

Concept of Spatial Relationships. Pizger (1963) theorizes that the
infant’s earliest ideas of space depend upon where the child is 2t 2 certzin
point. A series of develcopmental stages follow in which he learns to compre-
heand 2 single objective space, encompassing objects and persons. As the
child develops his concept of space, he learns to differentiate not only
spaces but objects in them by their form. Ausubel (1958) writes that form
discrinination is one of the earliest conceptuzl acquisitions of the child.
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Size discrixization reguires the relarizg of 21 cdject To other measures OF
objects 2nd Zevelops laterx.

Incinded in the concept of space are zctivities for the developmenr of
form perception, size perception, spatial relationships 2ad seriation.

i. Train the infant to perceive the form of 2n odject by kaving him place
forzs (cylinders, cubes, trizpgles) in their corresponding holes in the
top of 2 form box. Teach hin to draw geomerric figures by using remplates
22d encourzging free band dravizgs.

2. Tezch size perception by showing the infant how To plzce rings gradevared 4n
size oa 2 pyramid shaped structure, the largest fitting 2t the base. Use
l2rge 2nd small cookies, cereal pieces, 2nd cardboard shzpes (211 of the
szme color to avoid coafusion) to tezch size.

3. Use npested cubes, poker chip designs, 2nd puzzles o tezch the zmomnt of
space necessary for placing objects, spatial relationships between objects,
2nd position in space.

5. Use nested cans znd boxes to teach seriarion of objects.

Concepnz of Xumber. 2iager (1952) writes that ordinztion znd cardina-
ticn first occur at 2 global level and are dominated by immediate perceprual
experience. The first percepts of nurber probzbiy involve one in contrast o
more than one, i.e., the child develeps 2 percept of many before he bagins to
devtlop definite concepts of nuxbers. Counting is often learned on 2 rote
basis prior to the a2cqguisition of functional nuxber concepts and ¢cannor be
considered 2 product of concepruail deveilcpment (Ausvbel, 1953).

Toe following activities are suggested to teach the inirial stzges of
auxber coaceprs:

1. To differentizte “cne" from "many™ or “more,” place pennies or cerezl bits
in front of the infznt. Ask him for "one™ 2nd then for “more™ or “many
pennies.” Show him how to do it by giving him the pennies or cereal pieces
first.

2. 7o teach the concept of oneness, give the infant ope pemny in his own cup
and ope in yours; continue to z2izernate placement unril all are placed;
2liow the infant o dole out the pennies.

3. Demenstrate the concept of twoness by holding two pennies in your hand and
plzcing them in 2 small box; have the child imitate the procedure. Three
to five boxes a2nd six to ten pennies may be used. Tell the infant, "Make
two in your hand and then put the two in 2 box; good, now meke two a2gain
2nd put them in this box.™

4. Teach the child to count to ten by rote. Of course, this will not teach
him number concepts, but it will make him familiar with rhe words we use
and their progression.

Concept of Time. Piaget (1952) postulates the following stages in the
infant’s experience o>f temporal happenings:

1. The child participates in 2 series of temporal events such as hearing 2
sound and then turning his head to find the source. The child may
experience a vague feeling of duration intermixed with other vague
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sezsatios=s of effort, —eed, 2nd the like.

2. The £2834 may then have sope elemeatary consciousness of tefore 22d afrer
41 22 action resulr seguence, such 25 p=iling 2 string o acrivate 22
object.

3. The zbility of the child to retzin 2 series of events in which his owma
2ction did pot directly fntexrvene is 2 next st2ge in the experience of
temporal hzppenings. In ttis case the chiid recalis an event rather than
2 past action. For example. rhe child searches behind 2 screen to find 2n
cbjece be has seen the experwx=izr hide there.

4. A further development in temporal 2warepess is demonstrated when the chiild
§s 2ble to recall the events of 2 more remote past happenicg, such 2s
rementering that mother put 2 toy om 2 particular shelf two days 2go.
(Kben the child is asked where the truck is, ke points to the shelf.)

“emporal awareness should be stressed throughout the day 2s 2 part of
the matural sequence of events: (2) Thae teaching session should follow 20
orderly progression. Tell the infanr, "juice time,™ Ypuzzle time,” “painting
time,™ “time for teacher to go home™ or “rime to put away the toys.” (b) Point
out daytime, moraing, trezkfast rime, lunch time, dinner time, sleeping Time.
(d) Tell the infant, “I'1l see you tomorrow.” "ihen I was here yesterday you
showed me your cat.” "Today we’ll paint.”

Concept of Categorical Classification. Ausubel (1938) states that
concept formation consists of a2 process of 2bstracting the esseatial comon
features of 2 clzss of objects from 2 series of situations in which they vary
contextu2lly in unessential details, or a2long dimensions other than the partic-
ular ones under scrutiny. <¥he common features are comparzble configurations
or sets of relationships. The young chils classifies experiences in terzs of
immediztely perceived properties rather than in terss of their class mecber-
ship. Later, however, categorical classification tends to become the dominant
mode of orgznizing experience. Ordering of experiences and segmenting them
into m2nageable categories is 2 necessary component of cognitive developmeat
and is = prereguisite to z2czdemic readiness.

Classification concepts ithe ordering of objects and placing them into
mezningful categories) may be taught in 2 variety of activities:

1. Place three of four pictures, 211 2like but oze, on the tzble in front of
the infant. Tell him, “Give me the one that is different,” or “Give me
the one that doesn’t belong there.”

2. Plece three of four different pictures in front of the infant ard sazy,
nGsve me the one that is the szme as this one in my hend.”

3. Cut pictures from ma2gazines. Teach the infant to sort pictures into
categories. People, foods, dogs, cats, 2nd birds a2re easily identified by
2n infanr. Use two categories at first, then three. Tell the infant,

"put 211 the dogs in the dog house and 211 the people in the people’s house.”
(Boxes lazbeled with 2 picture of 2 dog 2nd 2 person represeat the houses.)

4. Teach the child to sort chips, blocks, 2nd the like into color categories.
Use primary colors first.

This rationzle erphasized the use of sensory motor materials in 2 way
which would help to promote the language and conceptual development of very
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young children. 7The z2reas chosen 2s the basis for this structured program of
infant elucation reflect the z2reas in vhich diszdvantaged children generally
perform 2t 2 lower lsvel than their 2dvantaged peers. Their general area of
streczth, motor development, has been used 2s the most effective mode of pre-
sentation. ZEImerging speech z2nd fine motor skiils nay be coxbined to exhance
the conceprual development of young children if the activities are presented
in 2 mepner vhich is fun for the teacker or mother 2s teacher, and the infant.
Infant teaching ca2n be 3 satisfying experience for both reacher 2nd infant 2nd
c2n do much to avert the deficits which disadvantaged children begin to
reflect 2t a2bout the 2ge of three.
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ABSTRACT

THE GIFTED CHILD WITH SPECIFIC LEARNING DISABILITIES

by

£dward C. Frierson

The concept of “culriple exceptionality"” is developed systematically in
this presentation along with the important perspective that exceptionai
learning needs cannot be understood in Terms of test scores 2lone. Attention
is called zo those children who possess unusuzl learaing abilizies and unusual
learning disabilities. The 2bilities and disabilizies are described and
practical teaching procedures are discussed.

Five short sections are included 4in this paper, each of which is
different yet complementary. First, through the technique of biographical
2nalysis, several gifted men a2re shown fo have been children with "specific
learning disabilicies.” Meny famous leaders of the past are revealed as having
had behavior disorders, physical infirmities and sensory handicaps. Lless
publicized, yet just 2s debilitating, the specific reading and language dis-
2bilities of eminent leaders--and crioinais--are described.
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“he second part of this presentarion rewiews the professional literarure
cescribing the cognitive abiliries profiles of gifted children, recarded chil-
dren 2nd tright childrea with specific learning diszbilizies. Several sig-
nifficant conclusions emerge from this review.

Following the summary of literature, a study of the selection practices
for gifted classes in 2 large metropolitan community is analyzed. Particular
exphasis is given to the performance of children nominared but rejected for
special class placement. Scores from achievezent tests, "WISCs,” “Bender
2nd other measures are presented in support of the contention that some
“gifred™ children are not producing due to subtle a2nd nct so subtle learning
impairnents.

The fourth aspect of the paper is zn educator’s interpretation of

several exceptional abilities and disadilities as they affect classroon
% serformance. The learning characteristics of children with high geperal
rerbal 2bility a2nd the characzeristics of cliiidren with perceptual handicaps
a2re demonsiraced. Several examples are presented in which both patterns are
present in the same child. As 2 resuir, educational problems of chiildren
possessing both unusual learning abilities and disabilities are delineated
cleariy.

The final portion of the presentation outlines the teaching strategies
which are indicated when high verbal abilities are linked with perceptual
disezbiliries. Materials and procedures found to be effective in selected
tutoring situations are described. The limitations of empirical szudies
comparing groups are introduced. However, teachers are encouraged to adopt 2
behavioral science point of view in dealing with individual students.

In summary, the presentation exphasis the imporiance of knowing

1. +that kinds of leaders gifted children with learning diszbilities might
pecoxze

g 2. %hat the iiterature reveals a2bout the cognitive 2bilities of different
groups of exceptional children

3. that school systems know and can predict zbout students with urusual
3 zbilities 2nd dissbilities

- 4. ¥%hac abilities and disabilities mean to the classroon teacher

5. %hat teaching materials and procedures have been demonstrated to be
effective with bright learmers who have perceptuzi problens.

The paper demonstrates what the author means by the statement: “Every
interaction of teacher and student is 2 test of the nuil hypothesis.
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A3STRACT

THE DISADYANTAGED GIFIED CHILD
by

¥illfam 3. Tisdall

Research evidence and classroon observations indicate thzt devaluation
of education is prevalent zmong children from econonically z2pd culturally dis-
advantaged backgrounds. Izpairment ©f learning styles and motiwations may be
2 common r2sult of these environmental circumstances. Gifted pupils from
this segment of the population tend to underachieve and display lovered levels
of aspiration which are inconsistent with their otherwise high a2cadenmic
potentisl. A special school has been estadblished in Xentucky 2s a new approach
to the education of these children and 23 a2 setting for research related to
their peculfar learning problercs.

The Lincoln School is 2 residential 2igh school operated by The
University of Kentucky College of Zducation. It is coeducational, nongraded,
and has a full academic year program. Sixty pupils are enrolled in the first
class. A new freshman class will be adxmitred for each of three additional years
until a total student body of 240 is in resfidence. Public school districts
throughout the State participate in the nomination and selection of pupile.

Curriculun is deternined by the academic needs and 2bilities of individ-
val students. Curricular innovations are studied in conjunction with an
ongoing research program. Other investigations related to motivation, social
values, aptitudes, intelligence, self concept, and school achieverent are
either planned or underway. Preliminary data show promise for success in
realizing both training 2nd research objectiues.

ABSTRACT

PATIERNS OF RESEARCH ON THE GIFIED

by
Marvin J. Gold

Recent research efforts in the area of the gifted can be suzmed up by
noting that the major emphases have been investigations into (2) characteris-
tics of gifted individuals, znd (b) creativity.

Conclusions of recent research activities in the first area, characteris—
tics of gifted individuals, are far from unique. There is 2n overwhelming
body of often replicated work produced by researchers who have engaged in
redundant research. There are areas of concern that need to be left zlone
unless they are looked at from 2 different vantage point or considered with a

new factor zdded.

The surface of the second research push, creativity, has hardly been
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scratched. The researcher is wor“ing in 2n a2rea so new and %0 in need of
refinement thar replicatica is necessary. Exarmpies of areas where 2 repetition
of 2ctivities is desired inciude cha~acteristics of creative indivicduals, the
. relationsh’ of creativity 2nd intelligence, and perscnal adjustment of highly

treative individuals. 33

Setween the wcrk on characteristics and creativiry 2 fzirly large body
of krowladge is accumulating. In characteristics it is a vesTical expacnsion;
H in creativity it is botn horizontal and vertical.

There are hints of greater potential to be found in recent research on
the gifred. Among research activities that irdicate 2 need for further
resezrch 2re those conceraing curricuium, cross cultural studies, comparisons

) of gifted subgroups, =nd comparisons of different styles of performance ameng
the gifted.

ABSTRACT

SPECIAL EDUCATIUN TOR THE GIFTED THROLGH TELEVISION

by

4

¥ary M. Piich

Sax

Tois is 2 federa2ily funded project under Title III of P.L. 8§9-10,
) Elementary and Secondary Act of 1965, Project No. 67-03260-8. It was srarted
. July 1, 1967; the pilot area involves 39 school districts in northeastern
Minnesota. 1968-69, the second year of the pilot pbase, includes 125
individual schools 2nd appreoximately 1€00 identified and seiected gifted
! students in grades five through seven. It is plannea to extend the project
throughout the State of Minnesota in 1969-70 should funds be available.

i

y The purpose of the project is to implemeat an exemplary educational
progran for gifted elementary and junior high school students and their
teachers by using 2 unique combination of new and different content materials
(‘; ' combined with especially developed instructional strategies disseninated via

television. It is anticipated that this innovative procedure will help
facilitate the development of the skills for using the higher thkought processes
essential *~ the kind of productive thinking gifted students are capable of
achieving.

The project develuns 2 1linked series of television programs which
involve the use of selective films combined with original videotaspes
developed by the project staff. A weekly series of three half hour programs is
scheduled during the schoo. day. During 1967-68, thirty-six haif hour pro-
grams were telecast for 12 yeeks. In 1968-69, fifty-four half hour prograns
will be telecast for 18 weeks. During each weekly series students and teachers
will view the following:

1. A "Content” film containing new a2nd unique information not generally
found in the conventional curriculum but directly related to the theme
of the year’s work. This will be the substantive vehicle from which the
second series will draw material for demonstrating a2 classroom strategy
emphasiziny process.
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2. A ™Process™ videorzpe Ceveloped by szaff Master Teachers Zemonstrating the
skilis 2nd straztegies Szvolvred in the higher thovght processes of produczive
thizki=g. Xo 2ttempr is mele To instruct for Xaoxlelge izput. Strategies
are ceed to filustrzre a variety of ways possible to surture the creative
potential of these stufenrs. Interzction with The television tezcher is

encourzged.

3. A2 "In Service™ videorzpe Adeveloped by the staff Master Teachers to explain
the theory of learaing demcastrzted in the “process™ tape 2nd bow it caa be
inplemented in the classroom im 23y of the regular subject 2rezs. The
srodents 2ad teachers view both the "Coatent™ 2nd "Process™ series; only
teachers view the "In Service™ series.

A syllzbus containing objectives, vocabulary lists, bidbliogrzphies, and
summaries of the content in 211 fifry-four programs (1958-69) »ill be dis-
trituted to 211 teachers involved.

Identificarion 2nd selection of giftedness must be concerned with many
kinds of talect zr varying degrees of excelience. The project 2ccepts this
muiridimensioml concept znd pursves 2 selective process composed of the follow-
ing three phases:

1. Prase ope identifies 211 chiidren who score one stzndard deviation zbnve
the nzrional mezn 2s determized by the group intelligence tests 2dminis~
rered 4n the local schools.

2_ Phase two is the tezcher observation znd selection vhase. The roster of
student nzmes provided in Phase cne is used to process the second phase.
Selection is based oa 2 list of characteristics and tra2its 2ssocizated with
giftedness exclusive of those measured by z2a intelligence test. Zach trait
is carefully defined by the project 2nd teachers rate each chiid on each
trait. Tezchers make 2 final selection in the Phase Two process by select-
ing 2 minimem of tem percent but nmo more then twenty percent of the names

on the original Ioster.

3. Phase three is the 2bilities testing phase. It is coacerned with selecticn
of giftedness in terzs of thinking capacities, leadership, creativity,and
personality. Those chosen in phase Two 27111 be administered speciaily
selected tests measuring a2bilities in criticel thinking, productive thinking
2nd creativity. Finai selection for field study 2nd ipdividual an2lysis
will be made from this third phase process.

Pretesting 2nd posttesting processes have been implemented. Separate
Gucstionnzires to students, teachers 2nd administrators have been constructed
2nd disseminzted to get subjective evidence on opinions 2nd reactions to the
first year's programs. Ninety perceat of these were completed and returmed.
Finally, staff members visited a2bout fifty schoois to get first hand coxments
and reactions to identification techniques, comrunication problexs, and feed-
back 2nd follow through needs. All these findings on the first year's activi-
ties will be summarized and reported as the evaluation phase of the project.
The szme processes will 2gain be used during the year 1968-69.

Inservice zctivities using regional workshops, seminars, faculty
meetings and institutes are part of the project’s total effort. These occur
before, during, and 2fter the television schedule. Consulting services by
staff members a2te availszble a2t 211 times. A mobile library of exemplary
basic reference for gifted students is on loan throughout the year. Biblio-
graphies, work study papers, and 2 professional library of reading materials on
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The gifted are also zvaiizhle 253 §a cse. The videotzpes proluced By the
PIoject are c2z2logued 2nd c2m He tzken ot on loza.

Detailed informarion €22 be odtaized from the Project Director,
¥rs. Mary M. Pilch, 3215 014 Xafn, Uaiversity of Mizsesora Imiury,
Mirnesorz 55812,

AZSTRECT

ammasmzormcmmmm's FOR GIFTED
mmmmxawzs IN TEE INITZD STayss

by
Willian G. Melviille

Ia 1965, in €operation with Dr. Russeil I. Hammond, Ditector of the
2esearch Deparrment ’n the College of Tlucation 3z the Tniversity of Yyoming,
2nd with the stpport of the Amarican Association for Gifred Children, Incor-
porated, a nation wide stody of efrcational Progrars for gifted children §n
selected eiementary zchools was initiated. The purpose of this study was ro
investigate 2nd T€port on the educarion of Bifted children in the elementary
school by 2zswering these guestSons- ¥h2tr is deing doze in the reguiar and
special classroons for gifted children? Hoy i< iT defng done? Op whar princi-
ples shouid 2 Frogran for ihe gifred e planned?

Questionnaires were S€3T Io representatives of state departments of
educarion, stare education 2ssociations, collepes and universities, and sehool
Systems. Of 293 persons asked zo participate, slightly less than 75percent

or 213, responded. ATl Tespondents were asked to evaluate a2 1isr of 25 prizci-
ples for Setting up 2nd evalvating programs for 3ifted children in theelemenrary

Toe five highest razed principles were-

1. The Principle of Saciai Orientation of Education

2. Tge Principle of the Guided Approach to Teaching

3. The Principle of Experimental Approach to Providing for the Gifred

4. The Principle of #Adeguate Stimulation

5. The Principle That the Zducation of tne Gifred Child Shouid Exphasize
£nduring Methods 2nd Sources of Learnin » 2s Cpposed to A Terminal Exphasis
Upon Present States of ¥Xnowledge.

The top five principles being implemented most effectively 2ccording
to the respondent’s ratings of their oun Programs were:

i. The Principle of the Experimental Approzach to Providing for the Gifted
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9.

10.

Tse Principle of Ecricmesnt As A Om2litzrive Tather Than A Qezotitative
Coocept

The Principle of Social Criectation of E2ucation

The Principle of Afeguale Stimnlation

The Principle That in the Slucation of the Cifred Individuzl There Shonld

Ze Coasiterzble Emphasis Tpom goteilectual Activity.

In the fizdizgs of the survey of oagoi=g programs, Some cf the

jnteresting poinls weIes

Yore gifted children were sZentified in the third grafe thzn 2t 23§
other lered.

The first graie was the ievel 2t which special provisica for the gifred
w2s most generaliy initriated.

warhematics w2s the stbject most widely tzught in special cizsses-
Critical thinking w2s zhe m2in objective of most of The progIIms-

Teacher cbservaticn ¥2s the most widely used measure of objectives.

Curriculum provision for children in kinlergarten through third grale 12s

in ungraded classes.

Corsicalom provisicon in grzées four through six was through offering
stbjects beyead grzde level.

2Almost haif the programs were not evaluated.
vost progrzms had been snicizted since 1957.

The best teachers availsble were selected to teach special classes, but
only seven respondents replied that their tezchers were cextified to
teach gifzed children.

11. Evaluation was the greatest probiem 2réa.

e
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